B 151 852 CS 208 003
AOTHOR Read, Rcnald B.; ¥ilson, Paul 1.
TITLE A Stedy of Freshaan cospositioa Curricula.
POB DATE oct 76
BOTE Sep.; Study prepared at Usiversity of Virginia
EDRS PRICE ar-3$0.83 BC-$3.50 Plus Postage.
DESCRIPIORS College Preshaen; sCospositicas (Literary):
sCurriculus Development; Curriculus Bvaluation; ’

Curriculus Research; *Bducaticaal Objectives;
oEaglish Curricules; sEaglish Iastructios;
sgvaluation Bethods; 8igher pdecation: Bodels: School
Surveys

ABSTRACT

After the historical backgroead and the coatesporary
jissues of freshsan cospositios progras evaluation are discussed ia
this docusent, six sodels for cosposition imstrectioa are described
(grasmar asd cospositios, liaguistics, literary, e€ssay, radical, and
editing), and tazomosies for each sodel are csutlised. These
tazononies are compared to data froa a survey of coapositica prograss
at fosurteea colleges and uaniversities, providiag a critical analysis
of each prograa’s coatest, scheduling procedures, asd
evaluation/assessaent sethods. Although scst of the prograas
esphasized the expository prose sodel, recent treads ia progras
developsent reflect atteatios to coatesporary issees: a shift froa
literary tosard essay sodels, a shift fros essay toward editisg
godels, and iscreased enphasis os confereaces with iadivideal
stedents. The coacleding sectioa focuses o3 future research asd
assessseat neads withia the coatext of this study’s theoretical
frasevork amd prelimimary fisdiags. Appendixes prcvide a sasple of
the questionmaire ard a 1ist of questioss to be ssed when evalsuatiag
cospositios prograss. (5L)

...‘O.............................................0.............'......

. geproductions sepplied by EDaS are the best that can be sade g
g froa the origisal docusest. .
........OO..........‘t.....‘...........‘..........t.".-”' 9199999




uUS DEPARTMENT OF NEALTN.
EOUCATION & WELFARE
HATIONAL INSTITUTE oF
COUCATION

150:5 DOCUMENT HAS BEEN AEPRO-
OUCED EXACTILY AS MECEIVED FROM
T PERSON CR ORGANIZATION ORIG1%-
ATiNG 17 POINTS OF VIEW ORf OPINIONS
STATED DO MOV NECESSARILY REPRE-
SENT OF 5 1CIAL NATIONAL s TITUTE OF
EOUCATION POSITION OR FOLICY

ED151852 -

4 STUDY OF FRESHMAN COMPOSITION CURRICULA

By
PERMISSION TO REPAODUCE THIS
MATERIAL HAS BEEN GRANTED BY

Ronald B. Head
_Ronald B. Head

and Paul T. Wilson

10 THE EDUCATIONAL RESOURCES

Paul T. Wilson i HRMATION CENTER (ERIC: AND
_SiR5 OF THE ERIC SYSTEW

Center for the Study of Higher Education

Uriversity of Virginia

Octob:r 1976 =

PAFulToxt Provided by ERIC




INTRODUCTION

0f the four communicative modes involving language-~listening,
speaking, reading, and writing—BEnglish departments traditionally
bave emphasized the latter two. The study of literature forms the
major part of the English curriculum, although departments also
engage in teaching several types of writing. While Iiterary
c#iticism 1s experiencing unprecedented success and prestige
(some critics believe criticism to be the major literary genre
of the twentieth century), and creative writing an increasing
popularity with students, freshman compasition is becoming more
and more a controversial area. Often faculty complain about the
poor quality of student papers. SAT scores, toa, have declined
for twelve successive years, and students are even less prepared
to meet the demands of a more rigorous aid competitive university
curriculum, Freshman compesitiom is cangkt in the middle. It
does not. seem to have done an adequate job so far, yet the task
confronting it is becuoming even more difficult. Higher education
has begun to questiom its role in teaching writing, but the scope
of the inquiry to date is hardly adequate to the magnitude of the
problem. Clearly the time is at hand for more systematic and
critical analysis of freshman composition programs and their role
in the curriculum of higher education.

An avareness of contemporary issues must be mitigated by an
hd storical consciousness of the development of the discipline it~
self and its place in the carriculuwh. Our analysis will begin
with historical background and continue with a more detailed
discussion of recent problems, not only specific to compasitlon
but: also related to general curricular trends. The literature
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today on compasition teaching consists in large part of descrip-
tions concerning instructional techniques. '

Our next concern will be to present a taxonomy of distinctly
identifiable instructional models abstracted from the literature.
We arranged these models in a manner % facilitate an understanding
not only of historical trends but also of canceptual distinctions
between them.

Our models will form the basis from which we discuss the
results obtained from a questionnaire sent to twenty institutions.
We received fourteen replies. The questionnaire was designed to
gather comparative data on composition programs among several
institutional types, including private institutions, state univer-
sities, and community colleges, as well as to compare course plans,
materials, and activities with final outcomes. A copy of this
questionnaire is included as Appendix A. The return was divided
equally among public and private institutions, but the response
from coomunity colleges was disa:ppdxfﬁhg considering their strong
and innovative representation in the literature.

while our sample was smai.L, our £indings are indicative of
general curricular trends in the field of compasition teaching.
The reason for this, we feel, is that our study iIs rooted in
history as well as in current literature. However, we regard
our findings as only a preliminary step toward a comprehensive
survey of national scope which we hope to undertake in tha near

futrre.




HISTORICAL BACKGROUND

Often those who bemoan the quality of student writing fall to
realize that English as a discipline did not gain respectability in
the university until roughly 1900. In the colonial period, for
exsmple, Mertwether polnts out that compasition occupied an insig-
niffcant place in the total curriculum. "The mamorizing of rules
of grammar, lifeless parsing, with & mere breath of lingulstics
proper and phanology,” he claims, mabout contained the sum total
of requirement in formal English. wl One reason for this is that
until the mid-eighteenth century English was not even the officlal
language of higher educatiom.2 When English did galn acceptance,
what Iittle study cccunrred was incorporated into the larger realm
of rhetoric, a subject based upaon classical principles and empha~
sizing oratory to a greater extent than written expression. Despite
attempts at reform in the first balf of the -nineteenth centurys.
the first professorship of English was only established in 184,
Others followed in rapid successiom.3 After the Civil War, the
rise im English studies paralleled such other curricular trends
as the expansion of foreign languages and the natural sclences,
{ncreasing specialization, influenced by the German 1deal, and
the elective system. However, the two dominant trends in English
were philology and literature. Campositiion played & subsidiary
role to these two aress--as ft still does today;.

As Bnglish. galned academic respectability at the turn of the
century, it became Increasingly characterized as the study of litera-
ture. A general curricular trend at this time was for certaln
subjects, traditionally part of the college curriculum, to he
maved down into secondary schools. In fact,. the high school
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curriculum became defined by college requirements. Consequentliy,
college educators felt that grammar: and composition were the bri-'-
mary responsibility of high. schools and literature the province of
the university. In response to this trend, the National Counicil
of Teachers of English (NCTE) was founded im 1911. The Hosic
Report of 1917, spansored by the National Joint Commlittee on
English, argued that the preparzatory’ function was a small part of
the college Baglish curriculum and, instead, English courses
should "develop studemtst writing skills functionally.™ After
1917, the NCTE was primarily concermed with establishing and
propagating systematic rules of grammar as the basis of good
writing.5 While the influence of NCTE was largely felt in
secondary education, their attitnde toward composition has since
proved pervasive in colleges as well.
;l Junior colleges were &among the first to stress the importance
bf compositd.on in postsecondary education, especially after 1920
when they began to galn a sense of their distinct identity.
whitney found im 1928 that of thirty public and private Junior
colleges surveyed, gll offered freshman rhetoric while only
twenty-two offered surveys of British Iiterature., Eells, sur-
veying 279 junlor colleges in 1931, found that 270 offered freshe
man. compasition and 273 offered courses in 1iterature, This
began & pallern culminating, today in the dominance of composition
courses in tns community college Raglish. curricunlum,®

After VWorld War II certain fnnovations began to creep into
the English curriculmm. Remedigl programs began to spread from
one campus t anather, reading and writing labsxsprang up, and
theories of functionmal gramuar greéw in reaction to what was
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perceived as the rigidity of traditional grammar. Many of these
fnnovations led institutions in the early 1950's to move toward
communications courses, which, .according to Laser, were tthe most
publicized and the most disputed change in the teaching of English
composition during the past decade."’ Originally developed by
Stephens College in 1940, communlcatlons courses emphasized reading,
writing, speaking, amd listening sii1ls, adhered to the philosophy
that any means are acceptable for improving skills, and gave
students more control aver their learning activitles. In effect,
these courses were forerunners of the current emphasis upon
behaviaral theory as an instructional technologyt self-pacing,
performance objectives, modular units, and personalizing.

The advent of the Sputnik era in 1957 drew public attention
to America's inadequate instructional technology in the face of
the Saviet threat, and demands arose for reappralsal of our
educational system. Schoal desegregation, brouhi on by the
Civil Rights Movement, also affected education by making college
accessible to thase whose low proficiency in standard English
created new demands for the: langumge ski11s necessary to succeed
in a meﬁ.tocra.cx.s The arrival of the nom~-traditional stndent om
campus had Iittle direct effect on the acsdemic carriculun at
first; since then,. however, its impact has been immense. According
to Putricia Crass, "what started as a simple approach to equality
thrcugh. lowering the access barriers to colleges has turned into
an educational ;:evoluticn involving 211 of higher education. The
revolution has reached the heart of the educational enterprise--
the instructional process itself.™?
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In English, inncvations had few adw;oca,tes in the late 1950's
and 1iterature remained the dominant arez of study in colleges and
wniversities. Partly this canqbe ascribed to what Jencks and
Bf esmam call meritocracy, the idea that notakle academic achieve-

ment is imtrinsically related to "getiing ahead im i fe,"10
High. standards of academic achievement and the downward shift
of specialized knowledge into the first two years of the college
curricnlum led many English educators to feel that composition
vas a basic requiTement for entrance into college and not an area
of study in itself. Freshman composition courses .were felt o
serve a remedial function, drawing for their student population
those who falled to meet the competence reqnizanents‘estahlished
by individual institutions. Kitzhaber noted in his 1963 study
that English departments seemed prepared to abandon composition
after abserving "a mimimum standard of correctnsss in written
English~—as though mere correctness were all that one should
teach in a compasition course, &S though correct writlng were
necessarily the same as good writing."! The University of
Chicago, for example,. eliminated freshman compesition in 1965
and has only reinstituted it this past year.i2

Enaongh. programs remained, however; So that quie Nelson
could repart in 1968 upon the prevalence of broader philosophies
than mere “correctness.* In her study, the most comprehensive
to date, she distingulshes three main approaches to compasition
teaching: the “practical," the "old liberal,” and the "new

1iberal.® The practical approach anphasizes review of grammary
mechanics, and vocabulary, critical analysiis of reading passages,
and structural development of sentences and paragraphs. The
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hard data provided by Nelson demnstrate% that the study of litera-
ture is the main area of application for the practical approach.
The construction of student essays is predicated upon the- analysis
of 1iterary selections. The (Qld Liberal approach. stresses concepts
 of rhetorie over mere mechanfes. Fandamental prinmciples of clarity
and arglmentation. are considered to be prerequisite to effective
writing. Modes of discourse are *t5ols™ by which a student 1s o
Tearn such basic techmiques of expository writing as summaryy
narration, imitation, and comparison and. contrast. In effect,
the essay models are often stndied as literature rather .an as
models for students to emulate. The doctrine behind the Rew
Liberal, the mast "radical™ of Nelson's three approaches, is
that {ndividuzl creativity should be fostered in the classroom,
and that experimentation, innovation, and flexibility should be
encouraged. Specific techniques include free writing, experience-
based compositicn, a tolerance of dislects, and an increased
stodent voice im classroom management.t3

New Liberal practices, clearly a reactlon to meritocracy,
were largely confined to community colleges, althongh. they never
gained widespread ascceptance even. there. Most four-yesr colleges
and universities employed efther practical orr 01d Liberal
approaches. Twenty-five per cent of all programs examined by
Nelson were practical (literaturo-cenhezjed), thirty-seven per
cent 01d Liberal (rhetoric-centered), and thirty-eight per cent
a combination of the two (rhetoric-as-Iiterature). These
programs, in other words, required & substantial smount of
reading to teach v iting, which Nelson saw as an increasing




. Nelson's conclusion is understandable considering the rise of
1iterary criticism and its dominance in English departments. How-
ever, analysis of the relevant literature and of academic and
social events since 1968 show her projection to be not entirely
gocurate. Wiile many universities still employ the literature-
based approach, changes have occurred and more substantial ones
are still to come. The social forces of the Spuinik erz and the
advent of the non~-traditional student have had their inevitable,

4 if gradual, impact on academic attitudes and on instructional
technology. By the same token, ecopomic recession in the 1970*s
has accelerated public demands for accountability im education.
"The twelve-year-long decline in Scholastic Aptitude Test scores
. . » especially sharp in verbal skills," might not have seemed
too newsworthy to English professionals in the umiversity, but
Fewsweck thought otherwise and focused natdonal sttemtiom om the
problem with its December 8, 1979, cover story, tyhy Johnny Can't
write."1? The article pmvide§ a useful general picture, not
only noting strategles adopted by some universities to combat
the prohlem, but also pj.moimting the "“standard English versus
dialects™ issue as a crucial one. In our next sectlion, we shall
detatl some of the contemporary jssues related to problems in
composition teachinge.
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CONTEMPORARY ISSUES IN COMPOSITION TEACHILNG

1f declining SAT scores are sympioms of diseased writing,
the bewlldering range of prescriptions advocated by "specialists"
indicates a lack af proper diagnosis. Although symptomatic treat-
ment may be appropriate for {ndfividual cases, more sophisticated
diagnosis, consultatlorm, perhaps even radical surgery, are
necessary, since the disease is not located at the extremitles
af either content or method, but rather at the core of the
writing curriculum itself, the assumed relationship betweenm

Mast people believe that reading and writing have an intrinsic
relationship. Bath. are comtmicative acts involving language,
and both attempt to aorder experience through pattems of wordse.

At this time, however, there 1s mo direct krinwledgeAhav _readix;g
input is transformed into writing output in terms of the physical
operations af the braim or of the cognitive processes of the mind.
Yet. the majority of all colleges and universities employing
practical or 0ld Liberal approaches (63%) assign large amounts

of reading. Clearly the capacity of the universities for
sophisticated eritical thinking has mot been adequately exer-
cised here. BEssentially educators do not understand what tb.eyr
are asking their students % do.

As a result, many of the tasks which students actnally
engage in have little direct relation to gelming skill in
writing. Nelson poinmts out that hardly anybody knows how to
use literature to teach composition.16 Certainly, literary
analysis of a novel, poem, OT play probably will not bhelp
freshmes with problems in their own writing. And there is
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1ittle guarantee that the skills gained in this approach will be
nortable enough to be useful in other courses.

Because many classes do not deal explicitly with how to write,
the teacher must fall back on’ grammar and mecharics as evaluative
standards. In some programs, grammar is not taught in any explicit
fashion; then, the student 1is evaluated on material completely

external to the major teaching thrust of the course. In our
opinion, this is a contradictory procedure. Other programs do
teach grammar, but the research findings dispute such a policy.
As Braddock states,

In view of the widespread agreement of research

studies based upon many types of students and

teachers, the concluslon can be stated in strong

and unqualified terms: the teaching of formal

grammar has a negligible ar, because it usually

displaces scme instruction and practice in actual

composition, even a harmful effect on the improve-

ment of wri%ing.fl?

The mainstay of the rhetorical approaci, imitation of essay
models, is also subject to question. To imitate, students must
understand what they are imitating and thus must analyze the
models. But analysis, a complex process involving sophisticated
recognition skills, does not: lead directly to synthesis except
for the most advanced students. The more types of mpdels the
student must deal with, the more analysis he must perform, with
Iittle chance to apply even a few of the concepts he might
acquire. Professiomal writers study writlng as craftsmen.

They gain their craft partly from imitation, but only gradoally

with much practice over a period of years. They do not assimi-
late all the basics in a fourteen-week semester. Students may
well learn to recognize #good" prose, but as Braddock points out,

Q )
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. {nstructional methods and represent external constrairts placed

11

"t is fair to say that a:.lmost nothing has been proved in a
scientific sense about tt;e rhetorical aspects of written composi-
tion."8 In fact, he notes as a b- ~ et unexplored, research
ares, "the effects of various kinas aad amounts of reading on the
quality and kinds of writing a persom does."?9

The New Liberal approach is commendable for its e-phasis
upon the student's individaality and c(veativity. Hevertheless
it suffers from the same malaéy as do mamy of the practical and
01d Liberal programs-—namely, it is content-centered . id the
content i1tself is tennous, ranging from empirical cbservations
coneé::n:l.ng the student's oun experiences to fntimate self-revela-
tion and confession. The student's attention is not devoted in
large part toward the skills of writing; rather, his life and
experlences are substituted for. literary selections or prose
models, and instead of mimicking his betters, he exposes himself
o the delight of his teacher.

A further drawback to the New Libersl approach 1s that mot
all students are ready for self-revelation or able to carry it
out with any more skill than they could imitations of prose modelss
Indeed, many ara uncomfortable in &n envirorment without restraints
and perfarm oniy @ccording to mimimal standards, Still a further
problem is evaluation. Bow can a teacher constructivel™ teri ti-
cize® a student's personsl expressions of identity or i. a4ng?

Lest aur discussion seem toa polemicxl, we must note that
the problems pointed ocut emerge from the theories oehipd the

upan the human interaction between teacher and student. Certainly,
there are other areas af the curriculum equslly germsne to the
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problematic nature of composition teaching. Because the knowledge
base is clearly deficient and because Jittle effort has been put
soto the task, the training of composition teachers is inadequate.
At best, this training takes the szme form and emphasis as fresh-
man compasition itself, but on = more sophisticated level; at
worst, prospective teachers are simply naither trained nor
equipped to teach writing. The application of the technocratic
curricular model tc Bnglish stnm'hasbecnmsponsiblcto a8 large
degree for the growth of literary criticisx and for the prestige
wvhich critics enjoy today. Thus, graduate departments train and
produce aspiring literary critics, who have 11ttle kiowledge about,
and even less interest in, teaching expository pruse. The conse-
quences are stated succinctly by Jane valpole in her 1974 article,
wyhy Johnny Can't Write"s "Bnglish teachers don*'t have the time
to teach composition. English teachers don*t knov how to teach
composition., And BEnglish teachers don't much want to. teach
composition, anyway.*® Or, as Donald Byker, Assistant Director
of Expository Writing at Harvard, wrote to President Boks

Developing one’s scholarly credentisls and helping

undergradunates Im.thdrvﬁ.ﬁn go only a short

voy together, To K prm ey o eisions of caresrs

ciseubere 1s to flmd too oftan e feilurs pmmsed

while no single person, institution, or jdea can be singled
out for blame, it is clear that the most influentdal factor involved

concerns the predominance of literary research at the advanced
graduate level. If scholars deal with the actual writing process
at all, they do so only tangentially in commenting upon the

14
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stylistic peculiarities of acknowledged "masters," or in more
sophisticated bibliographic study, shich investigates the relation-
ship between written draft and printed text. Although recent
attention to the problem may cause profound changes in English
research, needed studies in composition simply do mot exist at
this time. As Braddock states,

Today's research in composition, taken as a whole.

A T PR iy

defined usefully, a mmber of procedures are belng

oo, be e fleld e Mo S

while Braddock's study was published in 1963, we bellieve
that the picture he presented is an accurate reflection of the
situation prevailing in most colleges and universities until at
least 1973. What little substantial research there is has been
performed——if not always effectively applied--at the elementary,
secondary, and commnity college levels. Brown's A Selected and
Annotated Biblfography on the Teaching of Freshman Composition
in Two~ and Four-Year Colleges (1975) surveyed some of the signifi-
cant Iiterature since 1963, much of it relatively recent. Among
the forty-Cour items listed in the bibliography, eleven are
theoretical or text-and-technique evaluations which are not
substantially research-based. Fourteen items pertain to four-
year colleges specifically, and nineteen to two-year institutions.
Those concerning four-year colleges largely deal with New Liberal
programs or with problems in evaluation. A few of the evaluatlon

studies show that independent readers can reach a consensus about
grades for particular papers. The majority, however, indicate
that a given paper may receive grades ranging from "A" to "F."*

15
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The two-year college related items deal primarily with establishing
objectives for composition courses.23 Two-year colleges, them,
would seem to be more directly in tune with the social trend
towards accountabdIity.

The failure of college programs to attend to and produce
relevant research has also affected concepts of the role which
freshman composition plays in the curriculum. According to Paula
Johnson of Yale,

One problem is the tension between the course's

dual aims—to introduce literature and modern

R R iy Tk ey R
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The issue in question here, the relationship between freshman
composition and other courses in the curriculum, bears something
of its resolution within its own framework. Literary criticism
ski1ls have no intrinsic relation to the skills involved in
good writing; and today's pragmatic student may be motivated to
pursue what has the most utility for him. Clearly, the basic
curricnlar functions of freshman composition must be researched
and reassessed with these facts in mind.

Our own research efforts have been devoted to collecting
data about actual practices on the contemporary scene., Our
frindings show that reassessment is beginming and changes are

occurring. Nelson's three categories—practical, 014 Liberal,

and Fev Liberal-—were sufficlent for 4968, but we feel that
they are too general to' understand contemporary developments.
In ows next section, we shall outline 8ix instructional models

which not only are necessary to fully comprehend recent trends,
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but also aid in clarifying the history of composition teaching to
date.

SIX MODELS FOR COMPOSITION TEACHING

Instmct16n31 models foi' 'compcsition have been examined
previously with categories so broad as to obscure real differences
between methods., The taxonomy presented here is intended, through
its greater specificity, to facilitate an understanding of the
historical relations and an analysis of the conceptual distinctions
between the major fdentifiable approaches. For the sake of
clarity, we present each model as composed of the ideal features
of a particular theory. In practice, the models do not emerge
as so necessarily distinct--features of one may overlap with those
of another. We wish to distinguish the hybrids from their ancestry

and display each model in jts most coherent outline. On page sixteen
is a chart which shows our taxonomy at a glance, and aids compa-

risons among the models.

Grammar gnd Compasition

Although the grammar and compasition model Is more applicable
to secondary educatiom, its influence has been pervasive in the
college curriculum, especially in the early years following the

formation of the NCTE. Formal grammsr did dominate some freshe
man compositiom programs, particularly in the early stages af
Junior college development, and even taday it sometimes ocecupies
part of a semester's course. where it is not formally taught,
its effect is still felt through manuals such as the Harbrace

17




TAXONOMY OF MODELS

Goals/Outcomes |Bmphasiis Classroom Learning/ Fvalnation
Activities Knowledge
Grammar and | mechanical rules, mechani~ |drill, exercise, mechanics, sen- [objective, mech-
Composition | correctness, cal analysis lectnre tence-paragraph~ |anlical mastery
logical struc- |small units {'n essay construc—~
ture large tion

Linguisties

applications of
linguistic pat~
terns

patterns of
usage

learn sentence
patterns

transforma-
tional granmar,
skills

standards of usage

critical reads...

literary criti-

lecture, dis-

skills of lite-

#mecha.nics and

ing, application|cism, genres cussion of rary analysis content

to wrig:;l’.ug readings

expository prose|imitation, modes lecture, dis- rhetorical rhetorie, content
of discours~s cussion of modes |principles

self-expression |creativity, topical issues, |self as source subjective standards,
sensitivity,. free writing, not. emphasi.zed
dialect and encounter group
cormunication ‘ .
quality through |[stages of discussion of writing as objective, comple-
revision writing.and student papers, |craft tion of stages
revision writing, con~-

ferences
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College Handbook or Prentice-Hall's Fandbook for Writers. The

major reason why formal grammar is not. studied more extensively
is that it is usuaglly regarded as a prerequisite to ccllege
entry, so that its teaching is viewed as essentizlly remedial.

As we envision it, a grammar and composition course is
predicated upon the assumption that the correct mechanical usage
of language insures acceptable writing. In this respect, the
goal of such a course iIs to instill in the student a knowledge of
Bnglish grammar and hope that such knowledge will result in his
writing better essays. keginning with individual parts-of-speech
and moving through sentence, paragraph, and essay structure, the
el#borate artifice of language is presented to the student as a
vast, mechanical system in whiech individual units are joined by
an intricate but lozical network of grammatical connectionse. '
Evaluation is based upon objective exercises in which recogniﬁon
skills are tested, and these exercises consume a mzjor porilonm of
class time. Actual writing is seldom stressed and then only as
an activity designed to examiie a student?’s correct application
of the principles which he has been taught.

Stemming from nineteenth-century philology, Iinguistics was
{nfluenced by the grammatical concerns of‘ the NCTE--who, in tura,
“ were interested in developlng a linguistically-based grammar-—
and has re-emerged ac a distinet discipline involving Be. F. Skinner
and Noam Chomsky. The few lingulstic approaches to composition,
however,. have been slow to emerge, as linguistics attempts such

ultimate questions as the nature of mind. Transformatiomal

20
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grammar, the dominant contemporary theory, iIs a systematic approach
to understanding creativity, the ability of people to say things
new and differently. The ideal for compositiom, then, would be

an instructional method which teaches stndents to say things which
are better because they are differemt. To date, howeveT, most
research has been descriptive of variations in patterns.
Students in the few classrooms employing this method are led to
consider the implications of saying something & variety of ways
and thereby increase their sensitivity to language. We should
note at this point that mone of the institutions which we surveyed

employ such a method; examples aTe reported in current Iiterature,.
though, and we have encountered two textbooks based upon trans—

foarmational grammar.

Literary

Since World War IT, when literary criticism claimed the
ctatus of a dlstinct discipline in its own right, literature has
been. the primary wedium for compasition teaching in American
colleges and universities. The principles df critical analysis,
‘applied to literary selections during class meetings, furnish
the student with the content for his papers. His own attempts
to apply the principles are intended to be an aid in actually
writing. Lectures ué the major method of instructlom, although
in recent years class discussions have played an incraasingly
impartant role. Both lectures and discussions relate primarily
to the particular selection under examination. Weekly themes
are graded according to both content and mechanics, but fhe

Q i Lp B
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mechanies of grammar and structure are purely the student's own
responsibility--he is required to have a grammar 'and composition
"Handbook'" which he cax consult about any problem areas. The
relation between the literature studied and the themes assigned
may be prescribed by the teacher ar may be implicit (a certaim
number of themes being tque® at set intervals throughout the
semester or quarter). Oftem, there 1s 1ittle spaken communication
regarding individual papers; while most professors specify offlice
hours, comments are largely confined to written notes on the
papers themselves.

Essay

Certainly one of the oldest. communication arts, rhetoric
was part of the wniversity curriculum long before the advent of
BEnglish departments, and ariginally was intended to teach artful
oral discourse. While the student author has often been urged
to seek a distinctive voice, the relationship between speech. and

wvriting is not yet understood. The classical principles of
Aristatle and Quintilfam, however, have given way in the twentieth
century to modes of discourse (descriptiom, narration) and
techniques of argumentation (logic, analogy, comparisom and con-
trast), which.are somewhat. less formal methods for organizing
thought. Exemplary models by noted contemporary essaylsts on
topical subjects are anal; od through lecture and discussion in
a manner intended to facllitate and encourage student imitations.
The gosl of this model, clear expasitory prose, i‘.::. evaluated in
the ability of the student to demonstrate his usewof rhetorical




modes of thought in structuring his papers.

Radical

Clearly a reaction to the inability of previous models to

. effectively teach writing, the radical model dispenses with
formal structure and advocates self-expnes:sion. Drawling upon
the premise that writing is only effective when the writer has

a need to express personal thoughts or experiences, radical pro-
grams try to break the mriterts block" by involving students in
meaningful writing experiences. In this sense, students are
urged to write about anything that concerns them. Restrictlons
concerning subject ‘matter are removed and grades de-emphasized
in an effort to promote an enviromment in which honesty flourishes.
Evaluation is often necessarily subjective and quantity is often.
equated with improvement. The quality of a student's prose is
judged only in relation to his earlier work. Students have a
gréat deal of say 1n classroom management, topical issues often
forming the basis for spontaneous group dl scussions which may last
several minutes or several hours, depending upon the enthusiasm
and interest generated By the discussions. Bncouraged to use
\their own dialects ar expressioms in both speech andi writing,
students spend a large portion of tmeir time engaged in free
writing exerclses or in composing their own journals. Writing
itself is seem as but one of mamy modes of communication and 1s
considered to be neither more nor less important than any other

mode.
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Editing

Whnile -evision has long played a part, often the most painful
part, in all other models, it has largely been a matter of
correcting mechanical errors, plus some reorganizat:l}.on, a week
or more after the paper's initial submission. Only within the
last ten years has the editing approach emerged as a clear alter-
native in the field, and just within the last few years has
editing been taught as a skilled process which the student may
practice in a structured fashion while actually writing. The
older methods combine lecture with the discussion of individual
student papers to discover and develop principles of clear expo-
sition. While the teacher may be well versed in rhetorical
principles, the discussion insures that evaluation is at least
somewhat a matter of consensus. In any case, students do get
feedback from several sources on whether they can communicate
what they mean to say, and in addition they are able to compare
the work of their peers to their own.

The most recent developments teach students to mimic the
practice of the professional writer, rather than his finished
pmdnct.‘ Most ﬁrofessionals achieve their polished rgsults 4
over several drafts and & pei:iod. of time. The editing approach
assures the student a passing grade 1f he completes each stage
of an editing process such as the following: make a listj
organize specifics; develop point of view; correct grammar;
improve diction. This example functions as a structured guide
for studentjrevis:l;om and as a five-stage dliagnostic tool for
the teacher. While diagnosis of student problems is symptoma:t.ic,
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it is consistent, highly individualized, and systematic. During
class, vhile students work on their papers, the instructor has
mini-conferences with those who are ready to present what woTrk
they have completed. Conferences outside the classroom setting
are frequently scheduled, which allows the editing approach to
enjoy the advantages of personali zed instruction.

The sequence of our taxonomy has adhered to the actual
pattern of historical development while displaying the approaches
as distinctly as possible. Referring now, however, to the chart
on page twenty-three, a gulde to understanding the taxonomy, we
wish to clarify the historical development of the six methods in
a discussiom of the conceptual relationships between them.

Viewed as a whole, the model displays the contemporary scene§
its arrangement also represents the ﬂistorical flow and conceptnal
relationships between methods. Movement from left to right
indicates not only the transition from the. past to the present,
but also a change in emphasis from form toward content. According
to these categories, three main groups emerge from the taxonomy.
Movement from top to bottom also j1lustrates past to present
trends, and another form-content contrast which represents ela-
boration within each of the three groups, and which is most
usefully conceptualized as a shift from the artificial to the

-~ real.

The grammazhbaséd approaches (which include the grammar

and lingulstics models) are the most fofmally oriented, while

the literature-based is,the most content-centered. The rhetoric-
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FORM CONTENT
Part Whole
(Grammar-based appmaéhes) (Rhetoric-based approaches) (Literary-based approaches)
Gn:mma-.r Essaz'b Models ’ ;.1tertturc
rules of usage modes of discourse genre study
sentence structure rhetorical structure thematic structure
artificial usage formal strategy implicit rules
prescriptive descriptive of types literary criticisa
!
Edi ting
pre-/p}t—-edi'dng
informal strategy
Y v essays/literature
Linguistics process editing l Radical
usage patterns revising strategy self-expression
language structure student essays unstructured
real usage l - away from rules
introspective




based approaches have a combined emphasis and thus fall in the

middle along the form-content continuum. Because elaboration
within these three m;in groups has occurred in analogous ways,
involving shifts in their emphases on rules, a discussion of the
model will aid in. understanding how the groups are differentiated.
, Grammar is an abstract system (abstract in the sense that the
principles advocated conform only theoretically to "pegl"” usage)
based on logigal standards and rules which may be applied to
construct cézrect sentences. Groups of such senten¢es form para~
graphs, and paragraphs, essays. Students must acquire this
logical system of building from small units to larger wholes.

Linguistics, too, has its artificial systems; these have
evolved, however, from study.ng real utterances with a view to
understanding relationships between their various parts. Lin-
guistics describes actual cases rather than prescribing ideal
practices. On a practical level, it can sensitize students %o,
different ways of saying the same thing and to why (and how)
these ways are different. Linguistics has no inherent scheme
for building whole essays and remains a “part'" method. Both
grammar and linguistics, however, do deal in explicitly defined
ways with aspects of the process of writing, because they stem
from an analytic knowledge base concerned with the structure of
language. '

Because the literature-based approaches lack the mechénical,
analytic elements of grammar and linguistics, they have no real
vocabulary for considering the process of student writing. The
more formal literary method does desl with writing, but that
writing is literature and not of the type which students might

2
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successfully imitate. Students must assimilate a conceptual, criticél
system with few--or no--explicitly ﬁaught techriques ai the same time
that they are attemptlng to write. Because the content~-centered
1ectures are intended to furnish students with some kind of example,
and because the literary works tend to be considered thematically,
the literary approach is a whole method. It does not build from
small units; nevertheless, the small-unit system of grammar is
frequently regarded as prerequisite and 1nvok?d as an evaluative
standard. ~
Pure, whole methods are intrinsically less formal than those
which build from parts. Less formal still.than the literary
approach is another whole method, the radical, which dispenses
with Iiterary criticism and mechanics, substituting a simpler,
affective emphasls designed to increase writing production.
External content is dispensed with and replaced by internal con-
1ent. The respect accorded to iiterary works themselves——for
théir creativity and originalitya-is transferred to studenf
writing instead, and the content which the literature furnished
is now provided by the student's own life and experience.
Students may write considerable amounts under such an approach,
but the affective emphasis and positive reinforcement render
standards praoblematic and not imtrinsic to writing itself.
Improvement, in such an instance, would seem a matter of chance.
\hole methods alome Seem insufficient. ,
A1l rhetoric-based approaches combline part and whole methods.
The essay models themselves are examples of the whole, finished
product the student strives to emulate. fractice in the modes
of discourse and study of rhetorical structure teach the student
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the smaller units comprising the whole models which he may use to
compose his own essays. This ;ethod makes sense ch paper; how-
ever, it still lacks a concrete vocabulary for dealing with writing
as such and traffics instead in types and structures of conceptse.
In effect, this method teaches techniques of thinking, plus methods
for.organizing thought, and assm;es that the writing will naturally
follow. It does seem less formal and inhibiting than grammaT, yet
more explicit in dealing with yriting than the literary approach.
When, as in some casesS, the models are treated as 1iterature, and
made the subjects of student papers (Nelson found 387 of all
college and university programs utilizing such a practice), the
method is less effective. In its purer and more systematic sense,
the study of models has been proven from time immemorial as a
method for teaching writers. In the past, however, it was not
confined to a fourteen-week semester. Most methods would prove
effective if practiced long enough and, in any case, would have
some effect. If the goal, however, of a compasition course is

to improve student writing, the essay models and literary approach
do not seem most appropriate, given present curricular constraints.

In recent years, two different editing approaches have emerged

from the essay models method. Pre-/post-editing may or may not
include essay models; 4f 1t does, the models will not be as exten~
sively studlied as they would under a more traditional method.
Similarly, pze-/post—edi’d.ng' maey be employed in a iitera::y approach,
though of necessity the amount and discussion of readings assigned
must be substantially reduced., In its emphasis upol student |
writing, this approach is similar to the radical. The essential
difference, however, is that the pre-/pos’rp-editing approach

attains a much greater degree of control over the writing processe.
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It combines pre-writing discussions of strategy and audience with
post-writing analysis and discussion of student papcrs. fhe pre-
riting discussicns are an informal way for students to develop
gheir‘own standards of rhetoric, and the post-writing discussions
provide a basis for revisiom. In such an lnstance, student papers
have displaced the essay models while becoming themselves models,
or reference paints, for future paperse This change represents a
shift toward articulating objectives (pre~writing) and verifyling
outcomes (post-writing). Since rhetorical. principles are implicit,
the approach.ls less conceptual than essay models and closer to
the writing processS.

Process editing embodies the realization that composition is
a skill rather than a conceptual, abstract system. Though it dees
have concepsual and grammatical aspects, process editing--as 1its
name implies--is primarily csncerned with the writing process it~
self and thus definmes itself by an expanding sequence of specified
writing tasks leading to a whole paper. In other words, process
editing is a systematic revising scheme.

one such scheme is that of Roger Garrison (outlined on page
twenty-one) . At each stage of revision, student and instructor
negotiate abaut whéthez'the task has b;en accomplished successfully.
In this respect, an orderly, conirolled progression toward the
finished paper is insured. The progression, while formal, is not
concept~ ar content-centered and can adjust as needed to the
student's own thought. - Persistent process editing instruction
throughout a semester produces obvious results in a short time
span. In additdlon, the advantageons elemeat of personalization
enters into the writing cgrriculum.
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Other methods are probably not so damaging to students as our
polemical tone might, at times, suggest; however, we do believe
process editing to be the most promising development in the compo-
sition curriculum, and we hope to test our opinion soon in a
further research study. Process editing seems, we feel, to take
the best advantage of recent developments in instructional techno-
logy. In additidn, 4t is the first method based on the crucial
realization that composition is a writing skill and, &s such,
must be taught in terms of the actual writing tasks involved -
and not on a mechanical, conceptual, or content-centered scheme.

In our next section, we present the findings of our survey
interpreted in light of the categories developed for the taxonomy
of methods.

FINDINGS

Our survey was not designed as a statistical study. Accordingly,
the institutions were not chosen in a random manner, and quantita-
tively an accurate distribution of contemporary practices cannot
be projected from our data. However, certaln significant patterns
do emerge, which we hope to illustrate in this section.

We sent questionnaires to twenty institutions and received
data from the following: the University of California at Berkeley,
California State College at Stanislaus, the University of Chlcago,
Harvard University, the University of Maryland, Mary Baldwin College,
the University of Richmond, Virginia Polytechnic Institute,
Washington & Lee University, Willlam & Mary College, Yale University,
the University of Virginia, J. Sargeant Reynolds Communlty College
(Richmond, VA), and Piedmont Virginia Community College (Charlottes-
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ville, VA). DBesides responding to the questionnalre, many institu-
tiohs sent course plans, syllabi, catalog descriptions, and other
Trel materials.

We found no distinct grammar and composition approaches among
these institutions. Hnwéver, s few schools teach. strictly grammar
in their remedial programs (which should not be confused with freshe-
man composition), and the University of Maryland emphasizes grammar
on competency exams, which a student is required to take during the
semester. ~Additionally, impJicit grammar instruction is provided
by the use of handbocks (see pp. 15-17) at Mary Baldw:Ln, Richmond,
and WPT. None of the institutions surveyed utilizes a linguistics
approach. In a pure sense, the literary approach.ls employed by
VI and Richmond. It is also predominant at Berkeley, Mary Baldwin,
and Yale (though Yale is currently in the process of revising its
entire freshman composition progrf.;m) L:Lterary readings are
assigned at Stanislaus, Harvard, Maryland,. and Washington & Lee.

Virtually every institution has some aspect of its program

related to the essay-models approach, Stanislaus, Harvard, Mary-
land, and ‘William & Mary giving it the most emphasis. Undez'sta.nd-
ably, the schools emphasizing 1iterature the most tend to de-
emphasize rhetoric. Many, however, do teach techniques for
library research papers, an elaboration of the grammar and compo-
sition approach. At WPI, for example, students are required
#to work with seconmdary sources in. the :U.’b:ca‘-J.'y'."m

The University of Chicago seems closest to the pre-/post-
editing method in their emphasis upon student papers. According
to Joseph M. Williams, A;sociate Chairman, "we spend most of our
time talking about writing, using examples from students to
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analyze, discuss, and revise."2/ However, most of the analysis,
discussion, and revision seems to be limited only to finished
papers, so that the "pre-editing® aspect 1is largely neglected.
Nine other institutions, to a greater or lesser extent, utilize
student papers as models--Berkeley, Stanislaus, Harvard, Maryland,
Washington & Lee, William & Mary, Virginia, J. Sargeant Reynolds,
and Piedmont.

Piedmont has the only process editing approach, utilizing

Garrisonts five-step method for writing. Similarly, the radical
approach was rarely encountered in our survey, only Berkeley
illustrating certaln characteristics of a radical method. Many
of the freshman courses there are taught.by graduate students,
and, though. 1iterary in nature, some of these courses emphasized
radical principles. One instructor, for instance, lists as a
goal in his course description: "students will bring to class
written questions provoked by their reading. These . . . il
provide the student with essay topics of personal significance,

so his/her writing becomes an effort toward self-discovery and not
just academic achievement ."28 Other instructors, however,
emphasize different approaches, ranging from the "pure™ literary
(presented half-apologetically)--'the hasic assumption of the course
is that the critical study of 1iterature can impart humanistic
skills of apprecﬂla.tiorr,. awareness, and articulatlon, applicable to
realms other than art--yes, even to the 'real! w:;rld of a Univer~
sity term paper'--to a post-editing method: "we will discuss
student papers . . . as if they were rough drafts and we were
assisting the writers in preparing final drafts,.t2?
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The approaches we noted and compared through content analysg;
for our taxonomy were distinct because they were theoretical in
nature--''paper' plans, if you will, which can ke evaluated strictly
on their own termms. In reality, most programs are "hastards'——
if for no other reason than the- interaction betweea instructional
necessity and curricular structufe. It must be remembered, there-
fore, that the categories we use in this section are no longer
normative but indicate areas of emphasis. Our main thrust in
discussing the findings will consist of an elabo:ation of the
real, as opposed to the "paper," curriculum. Where relevant, we
shall also consider instructional matters. (

Joseph Axelrod, in his extensive analysis of the curricular-
instructional subsystem in higher education, presents useful cate-
gories for considering curriculum.30 While what he terms "struc-
tural elements' only roughly correspond to the curricular dimension
of his subsystem, his categories--content, schedule, and certifi-
cation--prove exceedingly valuable for organizing the(findings,
.rom the questionnaire. Texts and textual emphasis, the relation-
ship between reading and writing assignments, and coordination with
other courses are content-related areas. Conference and referral
policies are scheduling matters, while goals, evaluation, and
student response concern certificatlon. Although classroom
activities is clearly a methodological question, instructional
ramifications are rooted in a number of the curricular issues.

It is for this reason that Axelrod prefers to consider the whole

meprricular-instructional subsystem.'

w
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Content

Conceptually, content may be isolated in the cdurricular sub-
system. Technically, it seems to fall between goals and evaluation
standards in the cértification process, because content 1s the
basic medium through which the curriculum is realized. Involved
in content are the knowledge base and the actual materials pre-
sented for study. Our theoretical discussion was concerned with.
the knowledge bases foT distinct approaches. Recounting our
findings will inc}icate the fusion which occurs in practice.

Literary programs tend to emphaslze examples of genres.
Examples are voluminous SO that substantial amounts of reading
are required. Richmond, for example, demands 1500 and 2000 pages
respectively in a two semester sequence. Yale, as mentioned on
page fourteen, sees a conflict in its program because of dual aims:
in a course where a large amount of reading is stipulated, writing
content is necessarily displaced. Washington & Lee, 1n addition
to literary selectlons, employs & rhetoric text--Telling writing.

Essay models programs utilize rhetorical readings. Stanislaus,

for example, uses The whole Thing, while Mary Baldwin selects two
essays per week from The Norton Reader (perhaps the most popular
of all essay texts). Maryland employs texts ranging from The
Norton Reader (which, they claim, wmaintains its supremacy in the
field of essay anthologies") to Rhetorical Considerations (which.
"praoves to be exceptional by presenting interesting modern
essays-in a traditional rhetorical manner, tiereby providing
11lustrative material both for discussion and imitation®) .31

They believe that Jacqueline Berke's Twenty Questions is '"the
best rhetoric reader available, " but "of the fifteen or sO
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rhetoric handbooks which the text committee reviewed this year,

Strategies of Rhetoric is the only one which fulfilled most of
the needs of 1Q1.% The problem with most rhetorical texts, however,
is that no single one 1s completely satisfactory. As the text
commnittee at Maryland says, concerming Strategies of Rhetoric?
teven this one, however, is hardly THE rhetoric youtve been waiting
for." Perhaps this is one reason vwhy the Freshman Conmittee on
Expository Writing at Harvard recgmmended. that The Norton Reader
be replaced by Strunk and White's Elements of Style and the MLA
Style Sheet.32

Both Harvard and Richmond present material rel:want to other
courses in other departments (Harvard to a greater extent. than
Richmond) . At Harvard, "program officials altered the course
format this year to give all students the choice of seven separate
sections, each oriented toward a dif ferent field''-—an alteration
which has received extremely favorable student response «33

while institutions such as Virginia allow only a maximum of
200 pages outside reading per semester, Chicago requires virtually
no rea.ding, enploying a Thetoric text in only one sect:hon. Such
a practice 1s consistent with editing appm™ aches, which tend t
mimimize reading because they generate their own content: (student
essays). Some reading may be useful, however, and Piedmont
maintains a file of short essays for specific techniques and

problems.




Schedule

To some degree, scheduling questions are related to quantity
or complexity of content and to the arranged meetings between
students and instructorse. Scheduling, in other words, sets the
parameters for laying out content. A comprehensive literary
approach may extend over three sequenced quarters, as at VPI, or
it may be confined to a one-semester course. Institutions may
have course-prescribed class meetings for lecture and discussion,
and arrange jndividual or small group conferences only uﬂen
necessary (as at Stanislaus or Richmond) . On the ather hand,
conferences may be insti tutionally-mandated. Maryland schedules
two, and Chicago three, mandatory conferences per semester.
william & Mary requires individual consultation every two weeks.
At both Virginia and Waéhington & Lee, conferences are considered
more important than classes. Process editing at Piedmont, @
conference-based system, structures mini-conferences during

actual classes. In addition, instructors spend many hours each

week meeting with jndividual students. Mary Baldwin requires
students to attend mandatory tyriting® labs, and Virginia and
Yale have similar labs, designated as rdrop-in, * available to.
any students desiring editorial assistance. As can be seen,
conferences are fast becoming the primary method for coping
with student writing problems.

Beyond these sorts of course or conference related mechanics
1ies another curricular matter that i.s a function of both content
and schedule-—the relationship between composition and other
subjects in the curriculum. The content aspect has been mentioned
above in reference to Harvard's multidisciplinary approach.

38




35

]

The seven expository writing courses offered by Harvard are Litera-
ture, History, Fictlon, News, Natural Sclences, Social Studies, and
Theory and Practice of writing; Harvard also hopes to institute
an elaborate computer referral system by which students from other
departments can be offered assistance in writing. Such a system
would be a sophisticated version of the present referral system, A
one which depends for success on the uncertain variable of inter-
action between varlous departments. Virginia and Washington & Lee
have referral services of this nature, soliciting references from
faculty members in other departments. Tutors are furnished when.
needed., The referral system thus involves preliminary diagnosis
regarding the need for treatment, as well as implicit certification

by other departmentse.

Certification

Ce;'tification-related jssues can be staggering in their
complexity and are certainly worthy of serious attention, since
course and program goals are jntrinsic to all certification.
Programs with considerable reading goals obviously must evaluate
and certify with regard to the student's thought about the
reading, as well as to his writing performance. However, in
general, evaluation standards are a most comtenmtious area, as
research has shown.3 Standards may ranre from a quantitative
system for automatically grading mechanical errors to a quali-~
tative and subjective assessment by the instructor., Grades may
be based upan whole series of objective tests or merely upon one

term paper. While traditiopalists may advocate rigorous standards,

proponents of a more nradical? philosophy may opt for little, if
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any, evaluation.

One major problem with evaluation, in all case¢s, is to achieve
a high degree of objective standardization. In this respect, many
institutions prescribe standards for course evaluation. VPI
presents its students with an explicit statement of departmental
guidelines for evaluation. Behavioral objectives are specified
and grading criteria Iisted. The broad objective for English 1121,
for instance, is "to cultivate in the student. an understanding of
the various types of non~fictlon prosej to develop the student's
ability to write non-fiction prose (5 Tequired writing assign~
ments)," and the criterion for a grade of "C" is as follows:

The average paper will receive a grade of C. It has

a central idea organized clearly enough to convey its

purpose to the reader. It avoids serious errors in

the use of Bnglish. It may, in fact, h.ve few cor-

rection marks on it, but it lacks the vigor of thought
and expression which would entitle it to above average

rating.39
Maryland has similar #pule-of —thumb tests” far grading student
papers. Formulated by Betsy Cohn, these basically fall into four
categoriest 1. MCheck for a clearly stated thesis--if a paper
has no TS, it probably cannot receive higher than a C-"5 2.
ncheck each paragraph for its structure, for topic sentences with
controlling idea, development, logical sequence of development';
3, ‘"check diction—levels of generality, etc."™; . I'check the
introduction paragraph~—does it establish a need for the paper
to be written? an inadequate intro. is a test for a B paper."36
‘While Piedmont's instructors confer regularly but informally
during the quarter to discuss evaluation, Willlam & Mary schedules

meetings for its instructors to develop a consensus. Maryland
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presents a course specificall, for its np, A. graders,™ English
611, Richmond publishes grade distributien statistics for -all
instructors, thus encouraging at least a quantitative basis for
consensus.

Our findings indicate that, in general, most

emphasize expository prose (as at Stanislans, Chicago, or wWillianm
& Mary), competer in prese (Maryland), or direct, simple prose
(Washington & Lee). E. D. Hirsch's informal stz*ement on th\'e
{deology and aims of the ENWR 1 program at Virginia 1s reveai‘;l.ng
in this contexis

The aims of the course have been set for us ty the
Faculty of Arts and Sclences not by the Bnglish.
Department. Cur colleagues ln Arts and 3clences
have made it the only required course in the curri-
culuz. Those of us who recall their deliberations
before the vote remem.er that they wished mainly to
ensure an acceptable level of student writing in
examinations, lab reports, short papers and term
papers. Wha{:ever our view of this utilitarian
goal, we should recognize that it is a goal shared
also by most of our students. We are the profes-
sional servants of these two interest groups, who
in this case, share more or less the same ildeology
( N one difMculty we have always faced is
that nobody has defined what wgcceptable writing®
means when applied to exams, lab reports, and
course papers. . o o What our colleagues really
want, of course, is writing taat is less painful
and &epressing for them to read. Acceptable prose
in course papers really means readable prGse.
aim of the course is to teach the Q%J’L our
emphasis) of writing readable prose.

Harvard students enthusiastically support a similar idea 12 their
report on compositions:

Expository Writing is, after all, above all a
writing course; the special topics serve merely as
foci for the students' writing. 1t therefore seem=
unnecessary that the instructors be experts 1in any
particular specialized areasj thev need only be

P i11ed in teaching writing.38
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The point is unequivocal: writing is a skill that students
wlsh to acquire. Writing skills, therefore, should be taught, and
“clearly, if the program is coherent, jt is writing skills that
should be the primary object of evaluation and certification.

Cert;fication functions at the beginning of a course and
throughout the semester, as well as being a ticket for graduation.
In the sense of negatlve certification, SAT or other objective
test ve: “al scores can be sufficient for either certification or
guaraﬁfeed entry into a composition course. Chicago and Maryland
supplement objective tests with their own local diagnostic essays.
Numerous colleges have an in-course diagnostic essay at the begin~
ning of & course, which operates to establish objectives for each
i{ndividual. J. Sargeant Reynolds employs a pre-test/post—test
design; the post-test, coming at the end of a course, can be
compared systematically to the pre-test, thus establishing a well-
controlled procedure for determining how much students have
actually learned. Maryland structures grammatical objectives
with the use of competency exams the student must pass in order
to pass the course.

Because evaluation durding a course is part of the necessary
process toward the final stamp of approval, certification must be
re§arded as a.complex process encrmpassing instructional strgxegy.
At present, we-shall not investigate this matter in depth, although
it is worthy of further study. However, the entire concept of
certification not only implies a necessary coherence from aims
and goals through content and instruction to final outcomes, but
it alsc invites consideration of how broad limits should be

extended for aims and content,
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presents clientele certification of the

Student response re

product and can have considerable impact on the curricular sub-

system. Student demand at Harvard, channeled through the Freshman

Committee on Expository Writlng, was the single dominant factor

leading to the formation of multidisciplinary content-based
33 and 35). Chicago, which had eliminated
, reinstated them this

writing courses (see ppe.

freshman composition courses ten years ago

yezr, largely as the result of student demand. In fact, the

freshman composition program a;'bhicago is scheduled for expansion

next year. Yale found such a demand for expository writing that

eight of its fifteen sections in composition had an expository

Virginia, Richmond, and wilifam & Mary have formal
Mary Baldwin's progran is "heavily

since the college

emphasls.

course evaluation systems.
n siudent response and demand, and,

dependent' upo
students "indicate that they

shifted to an essay models approach,

are gettlng more out of the course that they can urw.“39

while some institutions éid not reply concerning student_

reaction, otkers found an absence of any student response substantial

this is at least certification by default, for if
discontent would undoubtedly surfacee.

enough to note:

there wer~ major problems,
ther satisfaction noT dissatisfaction

Ideally, a compTe-

ake some provisions

In other cascs, however, nei
can be posited with any degree of certainty.

hensive survey cf composition curricula would m

for surveying student demand, response, and influence.




Change

Student opinion, far from being the only impetus for change,
is just one factor that bears a relationship to the ferment charac-—
‘terisitc of the discipline as a whole. Three major curricular
shifts are discernible from our findings: from 1iterature~based
approaches toward essay models, from essay models toward editing,

and the 1ncreasing emphasis, already mentioned, on conferences
as the primary method for dealing with student writing problems.
The trend toward conferences is related to the trend toward
editing and can be viewed, 1ln part, as a function of it.

Schools with literary approaches do make some allowance, if
informal, for conferenceS° however, several which teach litera~
ture in composition courses have recently reassessed their programs.
Mary Baldwin, for instance, has ®zbandoned the effort to teach
creative literature in the compositlon course, and /has/ become
moTe orthodox and conservative in teaching writing, asslgning
much less rarefied subjects than\previously."“o Yale's freshman
composition has traditionslly been literary but, according to the
Director of Undergraduate Studies, Paula Johnson, "At this moment
of time, Yale simply doesn't have an Bnglish compositlon prograi.
All we have is an as yet uncoordinated collection of plans and

p:rmpesa;ls."L""l However, as previously mentioned, Yale 1s revising

its program and, from the concern shown by professors such as

Ms. Johnson, it would seem that the program would be soundly
farmulated and impleumented. Washington & Lee, also traditionally
1literary, now emphasizes student proficiency in composition.
William & Mary is in the fifth year of its change from a comblned

essay and literature approach to a combined essay and pre-/post-
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editing program.

The University of Virginia has moved from a mélange of approaches
five years ago (including everything from tgprammar" to nradical®)
through a more essay-oriented stage to an editing approach empha-
sizing conferences. Some sections of freshman composition have no
scheduled class meetings, consisting entirely of individual tuto-
rials. Harvard has engineered a twofold change in its composition
curriculum: the first has been away from literature toward con-
tent relevant to other disciplines, and the second has been tr
de-emphasize content somewhat and discuss student papers (which
represents a shift toward editing). The Harvard program is still
involved in self-exploration and re-definition, so that the filnal
picture has not yet emerged with any sense of clarity. Piedmont,
the only school to attempt proéess editing, has just adopted the
approach during the current. year, and it still rotains some of the
aims of its previously essay-based programe.

This completes the description of our findings. The final
section of our paper will present a brief summary of the more
basic conclusions to be drawn from the findingse.

CONCLUSICKNS

Major identifiable trends in composition teaching, as we
have presented them, may be understoad in terms of Dr. Samuel E.
Kellsms' chart, Summary of Curricular Models.*2 The literary
approach fits the technoeratic model in that students are con-"
sidered to be apprentice experts in phe critical profession and
are taught, essentially, techniques ;f 1iterary scholarship.




Essay models, with thelr rhetorical backsround, fall into the

traditional category because they transmit an ancient cultural
heritage in addition to emphasizing discipline of the mind.
Editing approaches are clearly related to the neo-progressive
movement because of thelr co-operative reflection upon direct
experience. . The trends we observed, then, represent two move-
ments in terms of the curricular modelst from technocratic to.
traditional, and from traditional to neo-progressive.

Such categoriziné’of the approaches to composition may be
disputed. The literary approach in particular would seem to be
traditional because of its content. Our point, however, 1s that
a distinction must be made between the literary selections them-
selves and Iiterary criticism. In one seise, the method (criti-
cism) applied to the content (literature) subsumes it, forming in
turn its own conteat (literary eriticism). Students are taught.
writing in accordance with?TSSPGCific genre and not as a more
general skill. Thus, literary criticism is more clearly related
to the technocratic nature of scholarly method than it is to
the humanistic and broad nature of the traditiomal method.

A similar point may be made concerning editing approache<.
They are technological in their attempt to develop writing as a
skill, but they are traditional in that most of the skills relating
to writing, ather than grammar, are of a conceptual nature invol-
ving exercise and discipline of the mind.

what we are trying to make clear in the above classification
;re areas of emphasis in actual content, in the sense that Axelrod
uses the term, Conclusions concerning the compogition curricuium

may also be drawn in relation to Axelrod's other two terms, chedule
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and certification. For those institutions that wish to maintain a
~content-centered approach. (literary or disciplinary), the scheduling
of more conferences could well prove to be a viable solution, as
well as a commendable move toward individualizing instruction.
Obvious results would appear sooner, we feel, if content external
to the actual writing itself were de-emphasized at the same time
that more conferences were scheduled——though certainly this is an
area for further study. In any case, better publicized "drop-in"
labs and more formalized and required referral services are defi-
nite, positive, and _easible steps almost any program might take
to cope with cnmplaints about the quality of student writing.

Obviously, if the need is for better writing, writing should
be taught and writing should be evaluated and certified. Srec/fi.
cally, each institution should conduct interdepartmental seminars
for evaluating typical student papers at each grade level from each
 department in order to negotiate, establish, or reaffirm certifi-
cation standards. Standing committees should be formed to oversee
the process. Also, if evaluation of mechanics and grammar 1s
endemic to certification, then grammar and mechanics must be taught,
or at least scheduled, in a manner that does not burden the needy
student with too much extra work on his ownj not only might the
work disrupt his schedule, but the type of student who needs
improvement in this respect would probably be better off working
in a class or with an instructor.

In other words, certification--considered as part of a con-
‘ceptual system defining curriculum-—exerts a pressure for coherence
among all other elements in the system. All elemdhts must fit
togethar as a coherent whole in order to meet tue criteria de-
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manded for certification,because it is only in achieving certifil-
cation that such elements are actually realized.
It appears now that the most basic research is yet to be done.

The relationéhip of thought to the various communicative modes

involving language is not, at present, understood ino a manne:'

directly relevant to writing. Clearly,'if writing is to be taught
as a skill, the abstractions must not obscure the speclfic tasks
which still must be identified and defined.
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APPENDIX A

ENGLISH COMPOSITION QUESTIONNAIRE

The following questions should be answered as fully as possible and
and supplemented with whatever documentary evidence you can supply (1. e.
course descriptions, syllabi, lecture outlines, essay topics, exams, or
evaluation guidelines). Please do not feel you response should be limited
to the space provided on the form. Documentary material, as well as such
items as student notes, essays, Or exams may prove invaluable. We realize
that we are asking a great deal of you; however, in order that productive
research in English composition begin, your cooperation is crucial.

1. What goals have you set for your composition program?
GOALS AND AIMS
2. What texts do you employ? Do these texts emphasize grammar,
rhetorical principles, essay models, or some other aspect of composition?

TEXTS AND EMPHASIS

3. How much reading 1s qssigned? How is reading coordinated with
various writing assignments?

RELATION BETWEEN READING AND WRITING ASSIGMENTS

4. To what extent 1s class time employed for each of the following:
Lecture? Discussion? Reading? Writing? Revision? Student evaluation?
Film viewing? Other?

CLASSROOM ACTIVITIES

=

5. How are a student's specific writing problems determined? Are
mandatory conferences scheduled for students?

CONFERENCES AND DIAGNOSIS
6. Wwhat procedures and guideline do you follow for evaluating student
performance?

EVALGATION
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7. /Are essay topics coordinated with other courses at your college?

COORCINATION AND REFERRALS

8. Have there been any substantial changes at your college in the approach
to composition teaching during the past five years? the past een years?

CHANGES

9. Has there been a noticeable. studeat redponse to different methods
of teaching composition? Are immovative techniques encouraged in the classroom?
To what extent is your curriculums dependent upon student response or demand?

STUDENT RESPONSE




APPEIDIX B

Unexplored Terntory

Some questions which seem fundamental in the teaching and learn-
ing of written composition apparently have gone almost untouched by
careful research. This chapter concludes with a list of questions, not
considered previously in this chapter, which indicate areas in which
future investigators may wish to direct their efforts:

1

2.

\What kinds of situations and assignments at various levels of
schooling stimulate a desire to write well?

What do different kinds of students prefer to write about when
relieved of the expectations and requirements of teachers and
others? '

_ What are the sources of fear and resentment of writing?

How do the kinds of writing which adults comp . vary with
their occupations and other factors?

_ Wha: is the effect on writing of having the student compose

his paper for different kinds of rcaders?

At which levels of maturation does it scem appropriate to intro-
duce the varions modes of discoursc—narration, poctry, drama,
exposition, argument, and criticism?

_ What is the relative effectiveness of writing shorter and longer

papers at various levels of maturity and proficiency?

At which levels of maturation does it seem appropriate to in*ro-

duce the various rhetorical elements of writing?

What are the effects of various kinds and amounts of reading
on the quality and kinds of writing a person does?

_ What are the direct and indirect effects of particular sensory

experiences and guided observation upon writing?

At what stages of maturity do students spontaneously seek

specific help in improving particular aspects of writing, such as
specificity of details, transitions, parallel structure, und meta-
phor?

. At which levels of maturation can particular aspects of writing

most efficiently be learned?
Does the oral reading of rough drafts help the elementary school
child strengthen “sentence sense”? How does it?

_ What techniques of com~osition most eftectively help build

self-discipline and pride . clarity, originality, and gooa form”

. What procedurss of teiching and learning composition are

most effective for pupils of low socioeconomic patterns?

. What procedures of teaching and learning composition are

most effective for pupils learning to write English as a second
language?

. Can study of the newer types of linguistics hielp writers?
_ Can formal study cf rhetorical theory or of logic help writers?
. How is writing affected by extenswve study and imitation or

parody of models?

_ What forms of discourse have the greatest cfect on other types

of writing? For example, docs writing poctry lhelp a writer of
reports?

 What is mvolved in the act of writing?
_ How does a person go abent starting a paper? What questions

must he answer for himsell(?

3. How does a writer generate senteneres?

Of wnat docs skill in writing really consist?
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